This study investigated how peers can contribute to cultural minority students' cultural identity, life satisfaction, and school values (school importance, utility, and intrinsic values) by talking about cultural values, beliefs, and behaviours associated with heritage and mainstream culture (peer cultural socialisation). We further distinguished between heritage and mainstream identity as two separate dimensions of cultural identity. Analyses were based on self-reports of 662 students of the first, second, and third migrant generation in Germany (Mean age = 14.75 years, 51% female). Path analyses revealed that talking about heritage culture with friends was positively related to heritage identity. Talking about mainstream culture with friends was negatively associated with heritage identity, but positively with mainstream identity as well as school values. Both dimensions of cultural identity related to higher life satisfaction and more positive school values. As expected, heritage and mainstream identity mediated the link between peer cultural socialisation and adjustment outcomes. Findings highlight the potential of peers as socialisation agents to help promote cultural belonging as well as positive adjustment of cultural minority youth in the school context.
Introduction
School is the primary context for formal education, but also for forming a cultural sense of self among peers from different cultural backgrounds (Motti-Stefanidi et al. 2012) . Cultural socialisation, the process of learning about cultural values, beliefs, and behaviours, helps youth develop a positive cultural identity (Hughes et al. 2006) . Cultural identity comprises feelings of belonging, values, and attitudes toward one's own cultural group or groups (Phinney et al. 2001) , and it is related to better psychological adjustment, including well-being, and school adjustment, including school-related attitudes, of cultural minority youth (Rivas-Drake et al. 2014) . Cultural socialisation may take place as part of formal education, for example in intercultural education or dialogue as part of the curriculum, but also informally through peer networks in schools. Importantly, children spend increasing amounts of time with their peers throughout adolescence (Brown and Larson 2009) , and peers become one of the most important socialisation agents for maintaining and learning about culture through cultural socialisation (Wang, Benner, and Kim 2015; Wang and Benner 2016) . In addition, the peer context holds high potential to positively influence youth' life satisfaction, achievement, and academic motivation (Lynch, Lerner, and Leventhal 2013; Rogers, Niwa, and Way 2017; Ryan 2000) .
In this study, we analyse how peers can contribute to cultural identity, life satisfaction, and positive school values of cultural minority students in Germany. Our research adds to the existing literature in three different ways. First, we investigate how peers with diverse cultural backgrounds may function as socialisation agents for two cultural identity dimensions, namely the identification with one's heritage and with the mainstream culture. Second, we analyse how cultural identity dimensions individually contribute to cultural minority students' life satisfaction, as well as subjective school values. School values comprise school-related importance, utility, and intrinsic values, which are key components of school achievement and success (Eccles 2005) . Finally, we analyse how peer cultural socialisation indirectly relates to cultural minority students' life satisfaction and subjective school values, mediated by heritage and mainstream identity.
Cultural identity and cultural socialisation
Cultural identity has served as an umbrella term to include two dimensions, namely the identification with one's heritage, ethnic culture (i.e. heritage identity) 1 and with mainstream, national culture (i.e. mainstream identity; Schotte, Stanat, and Edele 2017; Horenczyk 2010) . A considerable body of research has investigated the combination of both heritage and mainstream identity within a bicultural identity framework (e.g. Benet-Martínez and Haritatos 2005; Huynh, Nguyen, and Benet-Martínez 2011) , and associations with various indicators of positive youth adjustment (see Nguyen and Benet-Martínez 2013 , for a review). However, the combination of the heritage and mainstream dimensions may not be strictly comparable across studies (van de Vijver 2017), and both heritage and mainstream identity individually contribute to cultural minority youth adjustment indicators (e.g. Schachner, van de Vijver, and Noack 2018) . Thus, in this study, we consider both cultural identity dimensions separately.
Most studies on cultural socialisation have been conducted with ethnic and racial minorities in the USA (see Hughes et al. 2006 , for a review). In developmental psychology, the process of ethnic-racial socialisation is traditionally defined as parent-to-child transmission of the racial or ethnic heritage and history, of cultural customs and traditions, to promote a sense of cultural group belonging and to prepare for racially and ethnically diverse societies (Hughes et al. 2006) . In a similar notion, cross-cultural psychologists have defined cultural socialisation as the deliberate transmission of heritage cultural content, in contrast to enculturation, which describes the individual's acquisition of cultural competences (Berry et al. 2011) . Recently, the term cultural socialisation has been defined more broadly to include the preservation and transmission of heritage as well as mainstream culture content (Juang et al. 2016; Wang, Benner, and Kim 2015) . In this study, we investigate two separate dimensions of peer cultural socialisation, namely peer heritage socialisation and peer mainstream socialisation (Wang and Benner 2016) , and their unique associations with heritage and mainstream identity.
Learning about different cultures may be of special importance to youth of the second or third migrant generation, who are likely to identify with and combine more than one culture (Huynh, Nguyen, and Benet-Martínez 2011; Vietze et al. 2018) . Parent heritage socialisation, the parental transmission of the heritage culture and group membership, relates to various aspects of cultural minority youth' identity, such as identity centrality, meaning the importance of the cultural group as part of the self-image (Juang et al. 2016 ), but also a higher cultural identity exploration and commitment (Juang and Syed 2010; Umaña-Taylor, Bhanot, and Shin 2006) , two key processes that describe seeking heritage culture-related information and choosing important life values for achieving a stable, secure identity (Marcia 1980) . To our knowledge, there are few comparable studies investigating parent mainstream socialisation and the associations with aspects of cultural identity (see Juang et al. 2016 , for an exception).
As European societies, neighbourhoods, and school environments become increasingly culturally diverse, majority youth may become a numeric minority in classrooms and inter-cultural contact may increase (see Thijs and Verkuyten 2014, for an overview) . Cultural minority students are likely to befriend not only peers from their heritage culture group but also peers from other cultural groups, such as the majority or other minorities (Schachner et al. 2016b ). In previous research, cultural minority youth identified more strongly with their heritage culture when interacting with same-heritage peers as opposed to differentheritage peers (Kiang and Fuligni 2009 ). However, cultural socialisation practices by peers and their associations with cultural identity remain understudied (Wang and Benner 2016) . Therefore, we individually assessed peer cultural socialisation by a same-heritage friend and a different-heritage friend to account for differences in how their socialisation would relate to cultural identity.
The role of cultural identity for life satisfaction and school values
To fully function and participate in society as adults, cultural minority youth need not only to do well but also feel well (Ward 2001) . Life satisfaction has been repeatedly linked to youth' school success and acculturative experiences in the German context Noack 2014, 2018; Pfafferott and Brown 2006) . In this study, we explore life satisfaction as an indicator of positive psychological adjustment of cultural minority students.
Educational research has often targeted achievement differences between cultural minority and majority students. In this paper, we expand this view by investigating cultural minority students' subjective school values as an indicator of school adjustment. These comprise Eccles' (1983) main dimensions of schoolrelated importance, utility, and intrinsic values to promote individual school success. Importance describes the students' perception of whether school can fulfil their personal need for confirmation of the self (Eccles 2005) . For example, students see school as important when they also assign high personal value to being good at school. Utility describes more instrumental aspects of school, comparable to extrinsic motivation (Deci and Ryan 1987) . Students reporting high utility believe that school can serve their individual plans and goals. Intrinsic values fall within the scope of intrinsic motivation, and describe students' relatively stable positive emotional and cognitive evaluation of school, including students' personal interests in a specific subject or topic discussed at school. All three dimensions are the basis for future goal setting and successful learning of cultural minority and majority youth (Andriessen, Phalet, and Lens 2006) , but have rarely been explored simultaneously with cultural minority students in Germany. Our study aims to fill this gap.
A positive sense of cultural belonging relates to a variety of positive individual developments, such as protection against feelings of confusion, fear, or threat caused by discrimination experiences (see Vedder and van Geel 2017, for an overview). A strong heritage identity is related to a broad array of adjustment indicators, including academic engagement, achievement, and prosocial behaviour (Rivas-Drake et al. 2014) . A large body of acculturation research supports that a high identification with both cultures is related to favourable psychological and school adjustment of cultural minority youth (Nguyen and Benet-Martínez 2013; Makarova and Birman 2016) . In contrast, in recent studies from Germany, only cultural minority youths' mainstream identity was associated with school achievement (Schotte, Stanat, and Edele 2017; Hannover et al. 2013; Schachner, van de Vijver, and Noack 2018) , whereas both heritage and mainstream identity were associated with psychological adjustment, including higher life satisfaction and reduced problem behaviour (Schotte, Stanat, and Edele 2017; Schachner, van de Vijver, and Noack 2018) . Some authors have argued that the German school context might hold particularly high assimilative pressures, where students are expected to adapt to the mainstream culture while neglecting their heritage culture (Hannover et al. 2013; Bender-Szymanski 2012) . Therefore, in an assimilative school context, emphasising mainstream identity might be more important for school success than heritage identity (Makarova and Birman 2016; Schotte, Stanat, and Edele 2017) . An alternative explanation is that a more developed heritage identity may be indirectly associated with achievement through psychological adjustment (Schachner, van de Vijver, and Noack 2018) . We add to this discourse and investigate cultural minority youths' associations between cultural identity, life satisfaction, and school values within the German school context.
Developmental psychologists have shown that parent heritage socialisation is directly associated with a variety of positive psychological and school adjustment outcomes (see Hughes et al. 2006 , for a review), including achievement, engagement, and school belonging (Gartner, Kiang, and Supple 2014; Wang and Benner 2016; Dimitrova, Johnson, and van de Vijver 2017) . More recently, parental mainstream socialisation has also been linked to positive school adjustment of cultural minority youth (Wang and Benner 2016) . Importantly, heritage and mainstream identity may mediate the relationship between parent heritage socialisation and psychological and school adjustment (Gartner, Kiang, and Supple 2014; Dimitrova, Johnson, and van de Vijver 2017; Schachner, van de Vijver, and Noack 2014) . In this study, we add to previous research by investigating this mediational effect among peers, and between perceived peer heritage and mainstream socialisation with life satisfaction and school values of cultural minority students.
The current study
In Germany today, every third child has at least one parent or grandparent not born in Germany, though most of these children have German citizenship (Göttsche 2017) . In 1996, the Ministers of Education of the German federal states formally incorporated intercultural learning into the school curricula (Faas 2008) . A recent shift towards diversity pedagogy has added to ongoing efforts to formally address cultural diversity as the norm in German classrooms (Hüpping and Büker 2014) . In this study, we investigate how the more informal transmission of cultural values, beliefs, and behaviours through peers can relate to cultural minority youth' cultural identity and adjustment. More precisely, we investigate associations between peer cultural socialisation (i.e. peer heritage and mainstream socialisation) and cultural identity (i.e. heritage and mainstream identity), and between cultural identity and adjustment outcomes (i.e. life satisfaction and subjective school values), and indirect associations between peer cultural socialization and adjustment outcomes, mediated by cultural identity.
Hypothesis 1: Drawing on parent and peer cultural socialisation research (e.g. Wang and Benner 2016), we expected that high levels of peer heritage socialisation would be related to a more developed heritage identity (H1a). Accordingly, perceiving high levels of peer mainstream socialisation would be related to a more developed mainstream identity (H1b). As an additional exploratory research question, we investigated if these relations differed when the socialising peer belonged to the same-heritage culture or a different-heritage culture group (RQ1c).
Hypothesis 2: Based on international findings on cultural identity and adjustment (e.g. Nguyen and Benet-Martínez 2013) , we expected that high levels of identification with the heritage culture and mainstream culture would both be positively related to life satisfaction and school values (H2a). However, in line with research from Germany, we also expected mainstream identity to be more strongly related to school values than heritage identity (H2b) (Schotte, Stanat, and Edele 2017; Hannover et al. 2013; Schachner, van de Vijver, and Noack 2018) .
Hypothesis 3: Drawing on cultural socialisation research relating to parents (Gartner, Kiang, and Supple 2014; Dimitrova, Johnson, and van de Vijver 2017) , we anticipated that peer cultural socialisation would be indirectly associated with adjustment outcomes, and that this link would be mediated by cultural identity. More precisely, we expected that peer heritage socialisation would relate to adjustment outcomes through a stronger heritage identity and peer mainstream socialisation through a stronger mainstream identity (H3).
As important covariates, we added participants' gender and socioeconomic status (SES). Gender was included because cultural minority girls have shown advantages in educational achievement compared to boys (e.g. Feliciano 2012). Also, gender variations in psychological and school adjustment have been related to differences in experiencing stress, acculturative hassles, and cultural socialisation between girls and boys (Güngör and Bornstein 2013; Schachner, van de Vijver, and Noack 2018; Suárez-Orozco and Qin 2006) . We included SES because it is confounded with minority and migration status and also accounts for differences in educational aspirations and values (Kao and Tienda 1998) .
Method

Participants
We used a subsample from a cross-sectional survey collected with a total of 1335 9 th graders in 17 culturally diverse secondary schools in Berlin, Germany. To test our hypotheses, we first selected only students with a migrant background, meaning participants with at least one parent, grandparent, or themselves born outside of Germany or with a mother tongue other than German (N = 1055). Next, a total of 393 participants were excluded due to more than 20% missing data on the study variables. To explore this large amount of missing data, we investigated which cultural group or groups participants self-identified with. Participants with a migrant background had self-labelled as exclusively mainstream (i.e. German; N = 347), as exclusively heritage (e.g. Turkish; N = 249), as dual-mainstream (e.g. German-Turkish; N = 434), as dual-heritage (e.g. Norwegian-Turkish; N = 24), or as other/no cultural label (e.g. human; N = 1). Most mainstream identifiers skipped questions about heritage culture (66% missing values) and peer heritage socialisation (68% missing values), and therefore did not allow for meaningful multigroup comparisons between self-labelled groups. Thus, analyses were conducted with a combined sample of mainstream, heritage, dual, and non-cultural identifiers with less than 20% missing data on the study variables.
Our final sample comprised 662 students of migrant background (M age = 14.75 years, SD age = .76, 51% female). One in five participants belonged to the first migrant generation (21% born outside of Germany), and more than half were of the second and third migrant generation (62% with at least one parent, and 9% with at least one grandparent born outside of Germany). Apart from the mainstream culture, participants self-identified as part of large minority groups, such as of Turkish-(20.9%), Polish-(5.9%), or Russian-heritage (3.8%).
Students in this study either attended Gymnasium (22.2%), which is the academic track preparing students for university, or an Integrated Secondary School (ISS, 77.8%), which combines the former vocational and comprehensive school types, and offers all variations of school leaving certificates. In Berlin, students receive recommendations for secondary school tracks based on their academic performance in primary school. However, this recommendation can be biased, with students of migrant background being less likely to be recommended to academic-track schools than their majority peers (Söhn and Özcan 2006) . The composition in this study reflects this underrepresentation.
Procedure and measures
Participants were surveyed during class time. The questionnaire was presented in German, the schools' main language of instruction. Participation was voluntary and based on permission from the Berlin Senate, school authorities, and parents. A pilot study with 43 cultural minority and majority students provided reliability and validation information for all items and scales prior to the study. Apart from the self-labelling questions, participants responded on a 5-point Likert scale from (1) no, that's not right to (5) yes, that's right. Descriptive statistics and reliabilities of subscales are depicted in Table 1 .
Peer heritage and mainstream socialisation
This scale was based on the Cultural Socialization Scale (Wang, Benner, and Kim 2015) . The measure was translated, shortened and reformulated to refer to a single close friend. Participants were asked to indicate one close friend from their own heritage culture and one close friend from a different heritage culture. For each Table 1 . Descriptive statistics, reliabilities, and bivariate correlations among study variables. friend, five items measured peer heritage socialisation (e.g. 'My friend talks to me about values and beliefs of my heritage culture' or 'My friend encourages me to be proud of my heritage culture'), and five items measured peer mainstream socialisation (mirrored to peer heritage socialisation items; e.g. 'My friend talks to me about values and beliefs in Germany'). Yet, high bivariate correlations (r = .68 between heritage socialisation, and r = .80 between mainstream socialisation by sameculture and different-culture friends) indicated that participants did not sufficiently differentiate between both friends' socialisation practices to justify an individual subscale for each friend. Therefore, to counter multicollinearity concerns in the analyses, we combined both friends' items into one mean score for peer heritage socialisation and one mean score for peer mainstream socialisation, with higher scores indicating higher perceived amounts of peer socialisation.
Heritage and mainstream identity
We used the German Measure of Youth's Ethnic and National Identity (Leszczensky and Santiago 2015) to assess cultural belonging through evaluative and emotional aspects of participants' cultural identities. Mean scores were calculated so that higher scores indicated higher identification with the heritage or mainstream culture. Seven items formed the heritage identity subscale and seven items formed the mainstream identity subscale. In each subscale, two items addressed the evaluative component of each identity (e.g. 'I am glad to belong to my family's heritage culture/Germany'), one item addressed cultural pride ('I am proud to belong to my family's heritage culture/Germany'), and four items regarded the emotional component of each identity (e.g. 'It bothers me if somebody speaks ill about my family's heritage culture/Germany').
Life satisfaction
We assessed general life satisfaction with the Satisfaction With Life Scale (SWLS; Diener et al. 1985) , comprising five items (e.g. 'I am satisfied with my life'), and translated and validated for cultural minority youth in Germany (Ponizovsky et al. 2013) . Mean scores were calculated so that higher scores indicated higher life satisfaction.
Subjective school values
We used the 9-item Scale Assessing Subjective Task Values in the School Context, which is well-established in the German context (Skala zur Erfassung subjektiver schulbezogener Werte, SESSW; Steinmayr and Spinath 2010). The instrument measured three components of subjective task values related to school. Three items each targeted importance (e.g. 'It is important for me to be good at school'), utility (e.g. 'School is useful for my future'), and intrinsic values (e.g. 'I find the things we learn in school interesting'). In line with Steinmayr and Spinath (2010) , confirmatory factor analysis indicated the best solution for one latent factor predicted by the three components (with factor loadings between .80 and .88).
Covariates
One item assessed gender ('What is your gender?') with the response options (0) male and (1) female. The 4-item Family Affluence Scale (Boyce et al. 2006 ) assessed various forms of capital as an indicator for socioeconomic status (SES): materialfinancial capital ('Does your family own a car?'; with response options 0, 1, 2 or more), human-cultural capital ('How many times did you travel away on holiday with your family during the past 12 months?', and 'How many computer and/or tablets does your family own?'; 0, 1, 2, 3 or more), and social capital ('Do you have a bedroom for yourself?'; (0) no, (1) yes). Because of the different measurement levels of SES items, we performed a categorical principal components analysis (CATPCA) and included factor loadings in the final model (Batista-Foguet et al. 2004 ).
Analytic strategy
First, we considered bivariate correlations between study variables to better understand relations between participants' cultural identity, peer cultural socialisation, life satisfaction, school values, and covariates. To test hypotheses, we then conducted a regression path analysis in Mplus 7.3 Muthén and Muthén (1998 [2011] ), using full information maximum likelihood estimation for missing data, which is considered best practice. We assessed model fit using the comparative fit index (CFI), with values above .95 indicating good fit, and the root mean squared error of approximation (RMSEA), with values up to .08 representing an adequate fit of the model (Hu and Bentler 1999) . Indirect effects were computed using bootstrapping procedures with 1000 samples and a 95% confidence interval.
Results
Preliminary analyses
Descriptive statistics and bivariate correlations between study variables are presented in Table 1 . Bivariate correlations indicated that participants who identified strongly with the heritage culture also identified more strongly with the mainstream culture. This reflects that the majority of participants identified with both the heritage and mainstream culture (dual-mainstream identifiers), but may also be an indication of cultural salience, meaning that participants generally found cultural identities a more or less important part of their self-identification (Kiang, Supple, and Stein 2018) . Correlations further indicated that girls were more likely to report a more developed heritage identity and lower life satisfaction than boys. Participants with a higher SES also scored higher on life satisfaction and lower on peer heritage socialisation. Furthermore, participants with a high life satisfaction also reported higher levels of school importance, utility, and intrinsic values. Participants who perceived high levels of peer heritage socialisation also perceived more peer mainstream socialisation.
Testing the conceptual model with path analysis
A main goal of this study was to explore direct associations between peer cultural socialisation and youth' cultural identity, and between cultural identity and both adjustment outcomes, namely life satisfaction and school values. Our conceptual model also assumed full mediation between peer cultural socialisation (heritage and mainstream) and adjustment outcomes by participants' respective cultural identity. 2 Yet, modification indices suggested adding two additional paths from peer mainstream socialisation, one to heritage identity and a direct path to school values. To further increase model fit, we allowed correlated errors between peer cultural socialisation indicators, between heritage and mainstream identity, and between both adjustment outcomes. The resulting model showed a good fit, χ 2 / df = 2.65, p < .001; CFI = .96; RMSEA = .05 (95% CI .04 to .07). Table 2 provides an overview of all standardised direct and indirect effects from peer cultural socialisation to adjustment outcomes. Standardized regression coefficients and proportions of variance explained are illustrated in Figure 1 .
In line with hypothesis 1, peer cultural socialisation was positively linked to participants' cultural identity. Peer heritage socialisation was indeed positively associated with participants' heritage identity (H1a), and peer mainstream socialisation was positively associated with mainstream identity (H1b). However, participants who perceived high levels of peer mainstream socialisation also reported lower levels of heritage identity. Due to high bivariate correlations between subscales, we could not explore different associations if the socialising peer belonged to the same-heritage or a different-heritage culture group (RQ1c).
Partly supporting hypothesis 2, participants' heritage and mainstream identity were both associated with more life satisfaction and higher school values, including school importance, utility, and intrinsic values (H2a). It was possible to constrain the paths to be equal between both cultural identity dimensions (heritage and mainstream identity) and life satisfaction and also between cultural identity dimensions and school values, without a decrease in model fit. Therefore, against predictions, mainstream identity was not more strongly associated with school values than heritage identity (H2b).
Supporting hypothesis 3, heritage and mainstream identity served as mediators between peer cultural socialisation and adjustment outcomes (H3). Standardised indirect effects revealed that heritage identity fully mediated the link between heritage socialisation and both adjustment outcomes, and between mainstream socialisation and life satisfaction (see Table 2 ). Mainstream identity also mediated the link between mainstream socialisation and adjustment outcomes. However, all indirect effects were rather small. Importantly, beyond indirect effects, results revealed a direct positive relation between peer mainstream socialisation and school values.
In summary, confirming our predictions, frequently talking with peers about heritage culture was directly associated with students' more developed heritage identity and indirectly with higher life satisfaction and school values (through higher heritage identity). Talking with peers about mainstream culture was directly linked to students' higher levels of mainstream identity, but also to lower levels of heritage identity, and indirectly to adjustment outcomes (through higher levels of mainstream identity and lower levels of heritage identity). Finally, talking with peers about mainstream culture was directly related to more positive school values, beyond mainstream identity.
Discussion
The aim of this study was to test how talking about cultural values, beliefs, and behaviours with peers (peer cultural socialisation) relates to cultural minority youths' cultural identity in Germany. Furthermore, we investigated how students' cultural identity relates to adjustment outcomes, namely life satisfaction and subjective school values, including importance, utility, and intrinsic values related to school. This study contributes to educational research on cultural minority youths' cultural identity and psychological and school adjustment in several ways.
First, we add to previous research that apart from parents, peer cultural socialisation practices may closely and positively relate to youth' cultural identity by cooperatively maintaining and learning about values, beliefs, and behaviours of the heritage and mainstream culture (Wang, Benner, and Kim 2015) . Participants who frequently talked about heritage culture with friends identified more strongly with their heritage culture. When frequently talking about the mainstream culture with friends, participants identified more strongly with mainstream culture, reported more positive school values, but also identified less strongly with their heritage culture. In a country with a strong public integration debate, such as Germany, talking about mainstream culture may entail talking about the pressure to adapt to the mainstream culture while disregarding one's heritage culture. Public assimilation expectations may therefore not only be transmitted through media and policies, but also in schools (Makarova and Birman 2016) and among peers in daily, informal interactions. To counter strong assimilation pressures, school can also function as a safe environment for sharing and exploring cultural experiences beyond the mainstream culture with friends. This may further support cultural minority youth to achieve a positive cultural identity (Vedder and van Geel 2017) and navigate academic and acculturative challenges. Therefore, we need to increase the visibility of peers as important cultural socialisation agents in research on formal and informal education.
Second, our study underlines cultural minority students' benefits from sharing cultural experiences with peers from the same-heritage as well as a differentheritage culture. Participants in this study did not sufficiently differentiate between both friends' cultural socialisation practices. This suggests that the relation between peer contact and cultural identity is indeed bidirectional (Vedder and van Geel 2017; Kiang and Fuligni 2009) . Talking about culture with close friends may promote the identification with a culture. Yet, strongly identifying with a culture may also increase the motivation to talk about cultural experiences with close friends from various cultural backgrounds. Also, cultural identity may already influence the initial selection of friends who share a cultural affiliation or affiliations (Jugert, Leszczensky, and Pink 2018) and friends might already be similar in their cultural identification (Syed and Juan 2012) .
Third, we provide further evidence that heritage and mainstream identity may individually mediate the relationship between cultural socialisation and positive youth adjustment (e.g. Dimitrova, Johnson, and van de Vijver 2017) . In line with previous research, the identification with the heritage and mainstream culture individually helped explain psychological and school adjustment of cultural minority youth in Germany (e.g. Schachner, van de Vijver, and Noack 2018) . In contrast to previous research from Germany (e.g. Schotte, Stanat, and Edele 2017) , mainstream identity was not more strongly related to school adjustment than heritage identity. In contrast to achievement or language skills, cultural minority youth may be less disadvantaged regarding subjective school values as an indicator of school adjustment, and have shown to exceed their mainstream peers in terms of academic goals (Feliciano and Lanuza 2015) . As a practical implication, intercultural education in schools may help address cultural labels to enhance a mutual understanding for cultural differences (Stevick 2017) , to prepare for participation in a culturally diverse world (Vedder and van Geel 2017) , and to stimulate cultural socialisation with friends. Cultural identity interventions in school have shown that students who explored their identity have higher self-esteem and do better in school one year later (Umaña-Taylor et al. 2017) . Importantly, addressing cultural labels may illustrate the existing cultural heterogeneity and bring experiences of cultural inclusion or exclusion to the foreground of explaining educational disparities (Hüpping and Büker 2014) .
Despite the contribution of our study findings, several limitations should be noted. A major limitation of the current study is its cross-sectional nature, which does not allow for causal assumptions. Future longitudinal research, daily diaries, and network analyses may further clarify directions of effects and questions of friendship reciprocity (e.g. Stark, Leszczensky, and Pink 2017) . Despite controlling for important covariates, our results only explained a small amount of variance of the variables of interest. Therefore, we acknowledge again that cultural identity is highly dependent on close relational contexts, on societal, political and ideological conditions, but also on personal experiences (e.g. ethnic and racial discrimination) related to being a minority group member (Motti-Stefanidi et al. 2012) . Another important limitation is the high amount of missing data among participants who exclusively self-labelled as part of the mainstream culture. This might have been due to the questionnaire design, where all students were encouraged to fill out questions regarding the mainstream culture and socialisation, but had the option to skip questions regarding the heritage culture and socialisation if they did not claim this cultural label. Future research may thus either be more specific about mandatory questions, or provide all participants with the same opportunity to only answer questions regarding their self-identified cultural group or groups.
Conclusion
In conclusion, our study suggests that peer cultural socialisation may hold potential for cultural minority students' cultural identity, but also for their wellbeing and school success. A primary novel contribution is the investigation of peer cultural socialisation and how it positively relates to different cultural identity dimensions. Importantly, cultural identity is related to a broad array of youth psychological and school adjustment indicators (Rivas-Drake et al. 2014) . Peers may further contribute in an informal manner to intercultural education and skills in order to promote respect, understanding, and solidarity among individuals and nations (UNESCO 2006) . Finally, our results support recent claims to move away from deficit oriented perspectives in educational research and to recognizing cultural minority youth's own potential, strengths, and resources (Titzmann and Juang 2017) . Schools may be encouraged to regard the student body as a resource and to involve students in creating culturally inclusive spaces and practices in line with the heterogeneous needs of the student population (Civitillo et al. 2017) . Embracing cultural pluralism and regarding diversity as a resource, schools can facilitate well-being at the individual level (Schachner et al. 2016a) , as well as positive intergroup attitudes in culturally diverse educational environments (Schwarzenthal et al. 2017) .
Notes 1. In the literature, the term 'ethnic identity' or 'ethnic-racial identity' (especially in the U.S. context) is common. However, in the German context, discussion of cultural identities centre around heritage background and migration rather than ethnicity and race. In line with previous studies on cultural minority youth in Germany (e.g. Dimitrova et al. 2015 , Vietze et al. 2018 we employ the term 'heritage identity' to refer to youth' feelings of belonging to the culture of their ethnic group and ancestors. 2. We explored an interaction effect between cultural identity dimensions. Adding a standardized interaction term between heritage and mainstream identity decreased model fit, χ2 /df = 3.55, p < .001; CFI = .92; RMSEA = .06 (90% CI .05 to .08), was not significantly related to life satisfaction or school values, and did not change other paths in the model.
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